INTRODUCTION
Every law student in the United States encounters the issue of race at some point during his or her legal education. At the very least, aspiring lawyers encounter race when studying the idea of equality in constitutional law. Issues of equality in U.S. constitutional history necessarily implicate racial justice, beginning with the Constitution's slavery compromises and the decision to count only taxed Native Americans and three-fifths of the slave population for purposes of determining state representation in Congress. ' The Fourteenth Amendment's guarantee of equal justice under the law generates cases, even today, that attempt to locate the parameters of racial equality. 2 Race, as it arises in these contexts, usually concerns the treatment of people of color.' This focus on race and racial justice highlights the role of law in relation to non-Whites. Yet these equality determinations implicitly situate people of color in relation to an invisible or undiscussed white norm. 4 The earliest racial equality cases under the Fourteenth Amendment involved attempts by people of color to receive the same treatment that the law accorded to Whites.' Challenges to exclusion from white presence and from state institutions open only to Whites formed the second generation of racial equality cases. 6 More recent law that determined whether naturalization applicants were white as required by federal immigration law).
2. See, e.g., Parents Involved in Cmty. Sch. v. Seattle Sch. Dist. No. 1, 551 U.S..... 127 S. Ct. 2738 Ct. , 2746 Ct. (2007 (deciding that equal protection was violated by K-12 public school assignment schemes in Seattle and Louisville that used race as a factor in tiebreaking (Seattle) or in making certain elementary school assignment decisions (Louisville)).
3. But see Martha R. Mahoney, Whiteness and Remedy: Under-Ruling Civil Rights in Walker v. City of Mesquite, 85 CORNELL L. REV 1309 REV , 1341 REV -56 (2000 (detailing victories by Whites in civil rights cases that serve to preserve white privilege).
4. Juan F. Perea, Buscando Am6rica: Why Integration and Equal Protection Fail To Protect Latinos, 117 HARv. L. REV 1420 REV , 1448 REV (2004 ("An explicit statement of Whiteness as a norm for equality can be found in 42 U.S.C. § 1981, or the current version of the Civil Rights Act of 1866, which was the predecessor of the Fourteenth Amendment. The current language of § 1981 guarantees to all persons the same legal rights as those 'enjoyed by white citizens.' "). Perea observes: "A demonstrable norm of White racial identity has, from early times, constituted the meaning of full citizenship and equality." Id. at 1447.
Perea documents the "tension between the wish for a homogeneous nation and the reality of a heterogeneous one." Id. at 1446. Perea quotes early leaders who expressed a "desire for a racially and linguistically homogeneous White republic despite conflicting demographic evidence." Id. at 1447. Whiteness has continued to be the implicit measure of equality. See George A. Martfnez, Immigration and the Meaning of United States Citizenship: Whiteness and Assimilation, 46 WASHBURN L.J. 335, 336 (2007) (analyzing the role of whiteness for those seeking U.S. citizenship).
Catharine MacKinnon has made a similar argument in the gender area that men are the measure by which women's equality is evaluated. CATHARINE A. MACKINNON, TOWARD A FEMINIST THEORY OF THE STATE 216 (1989) . According to MacKinnon, under traditional equality theory women are "the same as" or "different from" men who remain the measuring stick for the norm. Id. at 224. 5. See, e.g., Yick Wo v. Hopkins, 118 U.S. 356, 374 (1886) (invalidating a facially neutral law for its egregiously discriminatory application against Chinese American laundry owners); Strauder v. West Virginia, 100 U.S. 303, 310 (1879) (invalidating a West Virginia statute that prevented persons of color from serving as jurors).
6. See, e.g., Keyes v. Sch. Dist. No. 1, 413 U.S. 189, 216 (1972) (Douglas, J., concurring) ("[Tlhere is no constitutional difference between de facto and de jure segregation for each is the product of state actions or policies."); Brown v. Bd. of Educ., HeinOnline --86 N.C. L. Rev. 637 2007 Rev. 637 -2008 [Vol. 86 equality cases have examined the permissibility of considering race as a factor in allocating access to an economy and to institutions that, even after the elimination of de jure racial segregation, continue to be dominated by Whites and white interests. 7 Given the primacy of whiteness 8 and white norms in the factual settings of equality cases, the role of whiteness in constructing equality should be a topic for thorough examination. But legal determinations of racial equality rarely explore whiteness, which remains the hidden but generative force that has propelled and continues to structure issues of race in American law. This Article posits that legal educators must develop an understanding of the role of whiteness in the construction of equality and teach future lawyers to do so as well. Professor John 0. Calmore, 347 U.S. 483, 495 (1954) (overturning segregation in schools); Plessy v. Ferguson, 163 U.S. 537, 550-52 (1896) (upholding the constitutionality of racial segregation).
7. See, e.g., Grutter v. Bollinger, 539 U.S. 306, 343 (2003) (upholding the affirmative action policy at the University of Michigan Law School); Adarand Constructors, Inc. v. Pefia, 515 U.S. 200, 235 (1995) (holding that racially conscious criteria in federal contracting are subject to strict scrutiny, even when these criteria are used to correct historical disadvantages); Piscataway Bd. of Educ. v. Taxman, 91 F.3d 1547 , 1558 (3d Cir. 1996 (finding affirmative action policy in teacher hiring for purposes other than to remedy past discrimination violates Title VII).
8. The meaning of white and whiteness as used in this Article is aptly described by Tim Wise:
When I speak of "whites," or "white folks," I am referring to those persons, typically of European descent, who are able, by virtue of skin color or perhaps natural origin and cultures, to be perceived as "white," as members of the dominant group. I do not consider the white race to be a real thing, in biological terms, as modern genetics pretty well establishes that there are no distinct races .... But the white race certainly has meaning in social terms, and it is in that sense that I use the concept here.
TIM WISE, WHITE LIKE ME: REFLECTIONS ON RACE FROM A PRIVILEGED SON, at ix (2005) . Wise also notes, "when all other factors are equal, whiteness matters and carries with it great advantage." Id.
Educational institutions have recently developed curricula in whiteness studies, often named "critical white studies." Eric Arnesen, Whiteness and the Historians' Imagination, 60 INT'L LAB. & WORKING-CLASS HIST. 3, 8-9 (2001) (emphasizing the impact of whiteness studies on labor history and critiquing critical white studies for turning the meaning of whiteness into a "moving target"). For more on critical white studies, see generally RICHARD DELGADO & JEAN STEFANCIC, CRITICAL WHITE STUDIES: whom this commemorative Issue honors, wrote of the need to " [challenge] the universality of white experience [and] judgment as the authoritative standard that binds people of color and normatively measures, directs, controls, and regulates the terms of proper thought, expression, presentment, and behavior." 9 Identifying and confronting whiteness may prove to be key factors in moving the nation forward toward a more complete realization of racial equality.
This Article first examines the role of whiteness as the measure of equality for all people, even as that white norm remains unacknowledged. It then explores why whiteness often remains invisible during discussions of race. Two central reasons foster that invisibility: (1) the conflation of white privilege with white supremacy and (2) the societal insistence upon colorblindness. This Article suggests that legal educators, in order to train lawyers in the service of democracy, must not only teach about race and racial justice, but also discuss whiteness and white privilege as part of the racial dialogue. Legal education needs to counter colorblindness with color insight.
Because race is so central to the role of lawyers as professionals,° this Article next considers race in the law school classroom and legal education's failure to consider race. Finally, this Article argues that teaching about whiteness necessitates setting a context for discussions about race and whiteness within law schools as institutions and in large, Socratic-style classrooms as well as within seminars.
I. WHITENESS AS THE DOMINANT MEASURE OF RACIAL NORMS
In many legal contexts, race refers to people of color in contrast to a non-racialized and not-visible white norm. 1 For example, Plessy 9. John 0. Calmore, Critical Race Theory, Archie Shepp, and Fire Music: Securing an Authentic Intellectual Life in a Multicultural World, 65 S. CAL. L. REV. 2129 REV. , 2160 REV. (1992 ; see also id. at 2135 (drawing a link between jazz and critical race scholarship "to illustrate a common tradition of African-American culture that speaks of a perspective structured by emphatic declarations of dissent from dominant norms"). John Calmore is an early critical race theorist, instrumental in developing oppositional legal scholarship.
10. See infra notes 72-73 and accompanying text. Although unmentioned, white facilities served as the baseline for equal protection. In the educational setting, no white school would be reduced to match a black school to achieve equality. 4 In a more contemporary example, race and whiteness are not mentioned in the text of federal laws that imposed disparate sentences for the possession of rock cocaine (crack) and powder cocaine, 5 drugs that are pharmacologically identical. 6 Prosecutors charge Blacks disproportionately for possession of rock cocaine compared to Whites who are more frequently prosecuted for possession of powder cocaine. 17 This disparate treatment of Blacks and Whites furthers inequality.
When equality is at issue, establishing some kind of congruence with the resources available to Whites is often the strategic aspiration. Affirmative action programs try to increase access for non-Whites to 12. 163 U.S. 537, 550-52 (1896 AMERICAN LAWYERING (2006 ). 14. See, e.g., Sweatt v. Painter, 339 U.S. 629, 632-36 (1950 (commenting that no white law student would attend the law school especially established for black students).
15. Federal Sentencing Guidelines, effective in 1987, provided five-year mandatory minimum sentences for first-offense cocaine trafficking of 5 grams or more of crack cocaine or 500 grams or more of powder cocaine, and ten-year mandatory minimum sentences for 50 grams or more of crack cocaine or 5,000 grams or more of powder cocaine. Executive Summary of Special Report on Cocaine and Federal Sentencing Policy, in 2 GERALD F. UELMEN & VICTOR HADDOX, DRUG ABUSE AND THE LAW SOURCEBOOK § 9:9, at 9-196 (1997-2005) [Vol. 86
HeinOnline --86 N.C. L. Rev. 640 2007 Rev. 640 -2008 these resources. Whites have raised equal protection challenges to such programs in anti-affirmative action cases against institutions which have attempted to include minorities into schools or workplaces that have been and remain predominantly white.'" The anti-affirmative action plaintiffs in these cases fail to acknowledge that the institutions to which they seek entry remain primarily white, 9 further evidencing the unacknowledged benchmark role of whiteness.
The task of confronting the operation of whiteness in the law of equality requires making visible and explicit the standards by which law measures legal equivalence.
Articulating the operation of whiteness recognizes that every person in the classroom is relevant to understanding the role of race in the legal system. Discussing whiteness makes clear that issues of race and racial justice do not solely concern people of color and the law. Rather, everyone has a stake in understanding whiteness. Discussion of whiteness can lead to awareness of other privileged statuses as well. Intersecting with race, identity categories (like gender, class and economic background, sexual orientation, physical ability, and educational achievement) permeate the operation of privilege and law in the United States. 2°T he perpetuation of white dominance is racist, but as bell hooks has written, liberal Whites do not see themselves as prejudiced or interested in domination through coercion; yet, "they cannot recognize the ways their actions support and affirm the very structure of racist domination and oppression that they profess to wish to see eradicated. ' The word "racist" may seem jarring to some, but: 18. See, e.g., Grutter v. Bollinger, 539 U.S. 306, 317 (2003) (white petitioner alleged the university had no compelling interest to accord minority status greater weight); Adarand Constructors, Inc. v. Pefia, 515 U.S. 200, 204 (1995) (white petitioner alleged the government's weighting grants of contracts to minority contractors violated Equal Protection); Regents of the Univ. of Cal. v. Bakke, 438 U.S. 265, 320 (1978) 
2008]
HeinOnline --86 N.C. L. Rev. 641 [2007] [2008] All whites are racist in this use of the term, because we benefit from systemic white privilege. Generally whites think of racism as voluntary, intentional conduct, done by horrible others. Whites spend a lot of time trying to convince ourselves and each other that we are not racist. A big step would be for whites to admit that we are racist and then to consider what to do about it. 22 Overcoming avoidance of the issue is an important first step in eliminating race-based oppression.
Whites must realize that recognition of their own racism is not an admission of intentional wrongdoing. Nonetheless, while racism may not be intentional, it continues to take a toll on non-Whites.
As non-white people have achieved greater levels of access and opportunity, the appearance of white dominance has become less blatant. But success in the United States often requires the adoption of a kind of normative or performed whiteness. 23 When in predominantly white settings, non-Whites (using Blacks as an Non-white performance in a dominantly white setting has been a historical predicament.... [T] he rights enjoyed by white males could only be obtained through assimilatory behavior. Under these circumstances, in social contract terms, white performance was the quid pro quo for white privilege. Today, this is still largely the quid pro quo, but this is a bad bargain for people of color. [Vol. 86
HeinOnline --86 N.C. L. Rev. 642 2007 Rev. 642 -2008 Prohibiting the speaking of Spanish on the job at all times similarly requires Spanish speakers to "perform whiteness" at work. 27 Discrimination against job applicants with black-or Latino-sounding names' illustrates the screening function that conformance with whiteness serves. Whites who recognize these expectations placed upon people of color and who acknowledge that these demands arise from a white perspective can begin to understand white privilege and how it operates to subordinate non-white others. 29 Most discussions of race not only fail to recognize whiteness, but also reinscribe the existing racial hierarchy that privileges Whites. Reva Siegel has described this process as "preservation-throughtransformation." 3 Siegel explains that during the nineteenth and twentieth centuries, women in relation to men, and people of color in relation to white people, appeared historically and formally in law as holding lower status in these hierarchical relationships. 31 In gender [and] Thus, even supposed transformation efforts may preserve existing hierarchies in a new guise, often with evolving rhetoric that sustains and legitimates hierarchy. As Kenji Yoshino observes, " [T] he status hierarchy may be preserved precisely because the rhetoric has changed, permitting social actors to tell a progress narrative that legitimates the status quo." 33 The current rhetoric of colorblindness is an example of "preservation-throughtransformation" that hampers progress towards racial equality. The conflation of white privilege with white supremacy similarly preserves the racialized status quo.
II. THE INVISIBILITY OF WHITENESS REINFORCED
The failure to address whiteness in contemporary legal pedagogy is not surprising given two related sets of beliefs: (1) the tendency to conflate discussions of white privilege with white supremacy and (2) the norm of colorblindness in the dominant culture. To be able to move beyond the impasse in which racial equality remains mired, it is essential to understand two points. First, white privilege does not operate with the same dynamic as the now discredited notion of white supremacy; and second, colorblindness perpetuates white privilege. This Article first considers white supremacy, which involves attitudes about racial characteristics and racial hierarchy, proclaiming the superiority of Whites and the inferiority of others. 34 culture now equates supremacist attitudes with extremists and fringe elements." Nonetheless, the problematic history of white supremacy in the law-in which judges, legislators, and drafters of constitutions unabashedly asserted that the white race was superior to other subordinate races-still tarnishes the legal system.
A. White Privilege Differs from White Supremacy
Although rooted in white supremacy, white privilege is more powerful and pervasive than the beliefs or perceptions of supremacy because white privilege actively continues to dictate the terms of dayto-day life in the United States. White privilege establishes whiteness as society's baseline or norm, ultimately determining who has presumptive access to citizenship, material goods, political power, and social standing. 37 While mainstream thought in the United States would now consider white supremacy to be morally repugnant and explicitly rejected, white privilege remains largely unacknowledged. The existence of white privilege allows white people of good willmany with antiracist views-to benefit from the privileged white norms.
Legal educators encounter the juncture of white supremacy and white privilege in two commonly taught constitutional law cases that explicitly proclaim whiteness as the societal norm and also starkly condone white supremacy. Dred Scott v. Sanford 3 8 and Plessy v.
35.
As an indication of how far from the mainstream white supremacist ideology has moved, even the conservative and openly anti-immigrant group, the Minutemen, fear the "white supremacist" label. Judy Keen, Calls To Get Tough on Illegals Grow, USA TODAY, Apr. 19, 2006, at A3. A leader of the Minutemen told a reporter for USA Today that they were conducting "background checks to prevent white supremacists from forming chapters." Id. Another member from Kansas wrote an editorial specifically refuting charges that the group was composed of "hard-core white supremacists. 36. HANEY L6PEZ, supra note 1, at 3-9 (discussing the "racial prerequisite" cases in the early 1900s in which a determination of race preceded conferral of citizenship).
37. PRIVILEGE REVEALED, supra note 11, at 14.
The characteristics and attributes of those who are privileged group members are described as societal norms-as the way things are and as what is normal in society. This normalization of privilege means that members of society are judged, and succeed or fail, measured against the characteristics that are held by those privileged.
Id.

60 U.S. 393 (1856).
HeinOnline --86 N.C. L. Rev. 645 2007 Rev. 645 -2008 Ferguson 3 9 are problematic because they uphold and valorize white supremacy. 4° Both cases are infamous and notably overruled. 41 The discourses concerning whiteness in both decisions, and even in the Plessy dissenting opinion, are paeans to white supremacy.
Dred Scott extols Whites as human, civilized, and endowed with absolute power over a black race subject to the "deepest degradation." 4 Plessy's dissent proclaims white supremacy: "The white race deems itself to be the dominant race in this country. And so it is, in prestige, in achievements, in education, in wealth and in power. So, I doubt not, it will continue to be for all time .... ,,4' But the Plessy Court's supremacist ruminations should not distract the reader from examining the white privilege Homer Plessy and his attorneys indicted in the very pleadings of the case: "The petition for the writ of prohibition averred that petitioner ... was entitled to every right, privilege, and immunity secured to citizens of the United 39. 163 U.S. 537 (1896).
In Dred Scott the Court noted:
The question before us is, whether the class of persons described in the plea in abatement compose a portion of this people, and are constituent members of this sovereignty? We think they are not, and that they are not included, and were not intended to be included, under the word 'citizens' in the Constitution, and can therefore claim none of the rights and privileges which that instrument provides for and secures to citizens of the United States. On the contrary, they were at that time considered as a subordinate and inferior class of beings, who had been subjugated by the dominant race, and, whether emancipated or not, yet remained subject to their authority, and had no rights or privileges but such as those who held the power and the Government might choose to grant them.
Dred Scott, 60 U.S. at 404-05. Plessy expressed a similar sentiment:
We consider the underlying fallacy of the plaintiff's argument to consist in the assumption that the enforced separation of the two races stamps the colored race with a badge of inferiority. If this be so, it is not by reason of anything found in the act, but solely because the colored race chooses to put that construction upon it.... If one race be inferior to the other socially, the Constitution of the United States cannot put them upon the same plane. 46 Ironically, the modern emphasis on colorblindness averts examination of that white privilege described in Homer Plessy's complaint. 47 Brown v. Board of Education 48 held that excluding non-white children from white public schools failed to satisfy the Constitution's requirement of equal protection of the law. 49 Brown radically departs from the supremacist rhetoric of earlier Supreme Court decisions. The Court's language in Brown implies that racial supremacy is a fallacy: "To separate (children in grade and high schools) from others of similar age and qualifications solely because of their race generates a feeling of inferiority as to their status in the community that may affect their hearts and minds in a way unlikely ever to be undone." 5 Rather than confronting the nature of the challenged inequality as a practice that privileged whiteness and subordinated non-white others, the decision referred to the relief sought by the plaintiff as "admission to the public schools of their community on a nonsegregated basis." 51 The Brown opinion relegated to a footnote the Delaware trial court's specific recognition that equality meant that black children should receive "educational opportunities ... available to white children otherwise similarly situated." 52 Thus, the Supreme Court's use of the term "nonsegregated" obscured the Delaware court's recognition that white children's education was superior, privileging them. So even though, in Brown, the Supreme Court moved beyond white supremacy discourse, the existing white privilege remained unacknowledged, still alive and powerful. 5 3 44. Id. at 541. Plessy's pleadings, which expressed his own internalized white supremacist views, alleged that he "was seven eighths Caucasian and one eighth African blood; that the mixture of colored blood was not discernible in him." Id. 
B. Colorblindness
Discussions about race today occur in an era when the societal notion of colorblindness is a dominant value. 4 The idealized notion of colorblindness tells us that noticing race is wrong because people are equal. The hegemony of colorblindness suggests that by noticing race, one is undermining equality itself. Any conversation about race, or about whiteness in particular, must work against that dominant social norm.
Television provides a snapshot of this norm's operation within popular culture. Satirist Stephen Colbert emphasized the irony embedded in the idea of colorblindness when, in his role as a conservative news pundit on The Colbert Report, he interviewed African American sports reporter Bill Rhoden 55 about Rhoden's book Forty Million Dollar Slaves. 56 Colbert, seated across a table and looking directly at the dark-skinned and very obviously black Rhoden, said, "I don't see color. I don't see race. Are you a black person? I see [an] American. 57 I am like an infant, I see shapes. Doesn't color divide this country?" 58 Rhoden answered that seeing color is not the problem. 9 He then tried to talk about power, but Colbert interrupted the conversation before Rhoden could truly comment on the subject of power. 6°T his exchange illustrates several key aspects of the operation of colorblindness as a rhetorical device. The focus on colorblindness values not-seeing-color and stops the possibility of dialogue about race before it can begin. In stopping the discussion, the mantra of colorblindness also cuts off any dialogue about power or racial L. REV. 1, 34 (1959) ("[W] here the state must practically choose between denying the association to those individuals who wish it or imposing it on those who would avoid it, is there a basis in neutral principles for holding that the Constitution demands that the claims for association should prevail?"). An aspiration to color insight would serve society as a better value than colorblindness. Color insight would encourage noticing race in each context in which it arises, including the operation of white privilege and any other advantaging or disadvantaging function of race. Rather than suppressing an awareness of race, as an aspiration to colorblindness does, color insight would encourage further exploration of the impact of race in society.
For example, in the school financing case San Antonio Independent School District v. Rodriguez, 62 the Edgewood school district, where Mr. Rodriguez's children attended school, spent only two-thirds as much per pupil compared to the Alamo Heights school district's per student expenditures. 63 The residents of the Edgewood district were predominately Mexican American; in contrast, the residents of Alamo Heights were predominately "Anglo. ' Thus, the colorblind approach caused the courts to emphasize a theoretical neutrality that actually had a race-based differential impact. Noticing race by applying color insight could have resulted in true justice for the children who were denied educational opportunities at two points in the public education system.
Color insight would serve to promote equality and to emphasize non-discrimination among races. Color insight would admit that most of us do see race and underline the need to understand what that racial awareness might mean. Color insight would not assume that people or groups have any specific traits or propensities. Teaching to develop color insight, rather than colorblindness, would better prepare students for the heterogeneous, democratic society that American ideals embrace. Given the status quo of white privilege, recognizing the context 69 in which conversations about race can occur is critical. One aspect of that context is the society and social history in which the conversation takes place. Legal educators must also note that they work in the institutional context of a particular school and within a specific classroom setting (either a "race" or a "non-race" course, a large section course or a seminar). These multiple contexts complicate conversations about race and whiteness. REV. 1927 REV. , 1927 REV. -46 (1999 . John Calmore issued a call for context in a different setting:
By issuing a call to context, I am directing attention to the inner-city poor's lived experiences, including the interconnection of legal and non-legal issues they confront, the web of experiences within which they live, and what Michael Katz calls "their anchor in context." This suggests that we cannot view their issues or the features of context as fixed and unchanging. Instead, we must view them as historically evolving, relational, changing in meaning, and, as Katz says, "to be interpreted in terms of time and place." Id. at 1927-28. Examining oppression faced by his clients, Calmore found it was "group-based, structured, and systemic." Id. at 1938. He deplored the marginalization of his clients that removed them from the option of societal participation. He suggested that advocates "search for invitation, opportunity, and connection," urging that " [a] n open mind and correct sensibility may be more important than the command of technical craft, because often we must learn as we go." Id. at 1956. Similarly, in seeking to set institutional and classroom contexts to discuss race and whiteness, we must be willing to learn as we go.
III. LEGAL EDUCATION'S FAILURE To TALK ABOUT RACE AND
WHITENESS
For the most part, legal educators do not teach about race. 70 Hidden within the already inadequately studied issue of race and absent from discussions of equality, whiteness remains largely invisible within legal education. As legal educators, we often do not notice the operation of race in our classrooms and daily lives. In those rare instances when race is the subject, race remains defined as an issue about people of color. Rarely, in the law school classroom, does race refer to whiteness. 71 In the authors' experience, students of color remain the majority in many race and the law classes. While many white students do enroll in race courses, the relative dearth of white students suggests a view that these classes are a subject of interest primarily to "raced" others. Whiteness can literally become a physical absence in classes in which the acknowledged subject of the class is race. To reach white students, who may be accustomed to ignoring race, legal educators must be willing to speak about race in almost all situations and to examine whiteness in these discussions. When racial inequality is the issue, it is particularly crucial to make the whiteness referent explicit.
It is hard to talk and teach about race in the law school classroom, but it is even harder to address whiteness. Teaching about race needs to be linked expressly to exploring whiteness and making the systemic privileging of whiteness visible for future lawyers. 252, 252-55 (2005) . Social justice law encompasses the protection of democratic ideals such as "life, liberty, and the pursuit of happiness," equality, and representative government. Thus, promoting individual and collective well-being, enhancing human dignity, ending discrimination, and correcting imbalances of power and wealth are the province of social justice lawyers. Social justice lawyers work to give "material meaning to these ideals in the daily lives of individuals and HeinOnline --86 N.C. L. Rev. 651 [2007] [2008] racial issues should be central to legal education. Discussions about race in general, and whiteness in particular, need to be more than accidental occurrences in students' education. How legal educators teach about race in law school should be a major concern. 74 In this racialized world, race enters the law school classroom even when faculty do not name or discuss it. Legal education culture, despite its reputation for liberalism, tends to "whitewash" law, ignoring the roles of whiteness and privilege in the construction of legal rules and institutions and the application of law.
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Some teachers examine race in criminal law classes or aspects of other firstyear subjects, but many do not because they fear addressing the issue or do not believe in its relevance. The issue of race appears in "special interest classes" like race and the law or law and social justice, reinforcing the idea that the subject should be compartmentalized and only a concern for some race specialists. 76 communities that are marginalized, subordinated, and underrepresented." MARTHA R. Even in these classes, teaching about whiteness remains an often overlooked aspect of teaching about race.
A. Race in the Law School Classroom
It is never easy to discuss race in the classroom. Race remains a sensitive subject in the United States, particularly when the conversation occurs across racial lines. Students and faculty may fear they will be misunderstood or viewed as racist. The prevailing notion of colorblindness 7 7 suggests that recognizing race is inappropriate. Students often resist discussing any issue that they perceive to be outside of the course subject area. Notwithstanding efforts to avoid the topic, race remains present. Too often legal educators suppress opportunities to examine issues of race, including whiteness, when they could help students to engage thoughtfully with these issues.
The following anecdote illustrates some of the barriers to and risks of discussing race in the law school classroom. 78 In a civil procedure class, a few weeks into the semester, one case involving the suspension of several children from school reported that one child was black. Other cases made no mention of the race of the parties. Several classes later, discussing a different case, the professor probed reasons for the plaintiff's involvement. "She was poor; she was probably homeless," said one student. A man in the first row raised his hand and offered in a helpful spirit, "She was probably black." A woman a few seats away turned to him angrily and said, "Now why would you think that?"
The professor intervened, saying, "We will talk more about this later." The professor continued that day with the planned discussion of the case without further mentioning race.
After class, several students approached the professor and said, "We are so glad you stopped the conversation about race, so we could study what we are here for-the real subject." Other students approached the professor to say they did want to talk about race.
The professor returned to discuss the race issues at the outset of the next class meeting. The professor had wanted to give the students involved a chance to speak with each other and to give the class a chance to reflect on the exchange. The professor began the class by explaining that legal education rarely offers enough opportunity to discuss the important implications of race and race-based issues, particularly in a civil procedure course that tends to be very rulesbased. The professor engaged the students in a conversation about the implications of identifying the race of the parties for the purposes of study and how those identities might impact litigation.
By deferring the discussion of race, the professor diffused a possible battle over the issue. By placing race at the forefront of the discussion when returning to it in the next class, the professor was able to lead a more nuanced exchange. The issue, as it initially had arisen in class, presented a classic classroom conflict about race. Typically a student makes a comment not intending to offend, but the remark triggers a visceral response from another student who bristles at the stereotyping embedded in the statement. Waiting until the next class separated the subject from the emotions that the topic triggered when the issue first emerged. Focusing on the importance of the subject and the frequent failure to examine it enabled a learning opportunity. By beginning the next class with the subject of race, the professor rejected the value of colorblindness that had led students to believe that race was not important to discuss. The professor rather provided the class with an opportunity to apply color insight in the context of their own classroom dynamic.
The male student's mention of race provoked another student to confront him about his assumptions. Other students believed that the discussion of race was irrelevant. But race is clearly present in this story. As you read it, did you ascribe racial identities to the participants? Would the race of the actors have any bearing or significance on your own response to the story? Did the race of the students in the exchange affect your reaction to their interchange? What race do you think the students who commented after class were? Of what significance is the race or gender of the professor?
As the anecdote and the responses to these questions show, most people fill in racial information from narrative cues. 79 Some readers of this story have assumed that the professor was a white male who was glossing over the importance of race and moving on. Why might those readers have made that assumption? Does a professor of color have greater latitude in handling a conversation about race or might that professor face other constraints? Is it possible to assess the meaning of the story through a "colorblind" lens?
Professor Amy Kastely discusses the phenomenon of filling in racial information from narrative cues and its implications for law by 79 . See infra note 80 and accompanying text. Whether casual and unthinking or deliberate and deceitful, whether informed by charity or domination, use of raced factual inferences and raced doctrine maintains white norms as legal norms, thus assuring legal enforcement of institutional and ideological white supremacy. Whether these practices are unthinking or deliberate, it is important for lawyers to expose and dishonor them.
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Following Professor Kastely's advice to expose and dishonor the common use of racial inferences liberates law professors to examine the elephant in the room too often ignored. 82 Even when professors do not mention race as part of a course, race in general and whiteness in particular are present in the law school classroom and embedded in the law the professor teaches. 8 3 Race and the whiteness within race infuse discussions from which race is verbally absent, often resulting in alienation of students who become frustrated by the classroom silence on this important topic. 84 Race and whiteness affect students and faculty from all racialized groups, but they often affect students and faculty of color differently from white students and faculty.
B. Barriers to Discussing Race and Whiteness
When a discussion about race arises spontaneously in a classroom setting, white students and professors may experience discomfort about being misinterpreted or fear making a comment that might be perceived by students as racially insensitive. Impromptu discussions of race raise different issues for faculty of color. When a white professor chooses to allow spontaneous discussion of race to continue, students and colleagues do not seem to view the white professor's decision as self-interested, although Whites may be labeled advocates of "political correctness." 85 Faculty of color, however, may be seen as mounting a soapbox. What goes unacknowledged is that even without raising the issue of race, faculty of color bring race into the classroom by their mere presence because the "norm" for faculty remains white in most law schools. 8 6 The faculty member of color, just like the student of color, is a rare visible minority in the majority of law school classrooms and is at risk when these discussions occur.
Teachers of color often face hostility from students merely for raising racial justice issues. Robert Chang reports an anonymous student evaluation that he received after his first year of teaching law: "Leave the racist comments out. Go visit Korea if you don't like it here. We need to unite as a country not drive wedges between us. ' "87 The student's message made to Chang echoes the more general accusation: "All you ever do is think about (or write about) race." The unspoken message in both Chang's evaluation and the more general accusation is that conversation about race does not belong in the law school classroom, a message conveyed by the civil procedure students who spoke to the professor at the end of their class. 88 One must wonder how many ideas and learning opportunities are lost because of this attitude that examining race is not worthy of classroom time. Would the accusation "all you ever discuss is law and economics" be equally damning? White privilege flourishes in an atmosphere that minimizes the legitimacy and importance of examining race. Some white students even may assume they lack as much of a personal stake in racial justice issues as non-white students. 86. Surveys indicate that fifty-seven to sixty-nine percent of U.S. law faculty are white. However, because lawyers are officers of the court, race and whiteness are issues for which we are all responsible. 8 9 For this African American professor [Margalynne] , bringing up race in the property class has generated a range of responses. For several years, when covering the materials on housing discrimination in my first-year property course, I showed a videotape in which an African American plaintiff who had successfully pursued a fair housing claim described her experience of, and reaction to, housing discrimination. 9 " The video generated a wide spectrum of reactions including student appreciation, student eyeball rolling, dismissive comments after class, 91 student attacks in course evaluations, and the question "Do you always show propaganda to your students?" from a colleague who was sitting in on my class. Reactions such as these illustrate why it is difficult to discuss race in required law school classes and indicate that discussions of whiteness might prove equally or more difficult.
IV. WHAT LEGAL EDUCATORS AND LAW SCHOOLS CAN Do
American society is built with many, many white spaces. 9 2 One predominantly white space that shapes and forms its inhabitants is the academy. Yet some may wonder, how can the academy be a white space now, when so many more people of color are present as students and teachers than ever before?
Charles Lawrence (a noted African American founder of critical race theory) had a dream before he got tenure. 9 3 In the dream, he was struggling to be himself in the presence of a monolithic white maleness that wanted to oppress him and to deny his intellect, his 95 This portrayal disturbed me because I know Lawrence can speak for himself. He, too, recognized this fact, and when he wrote about the dream, he described my discomfort at participating in this conversation that made him invisible. 96 But this portrayal also disturbed me because it made clear my privileged role in the academy, a role I had not previously acknowledged.
Lawrence was describing the privilege of whiteness that would allow me and the man in the dream to talk about Lawrence and issues of race in a particular way, between ourselves and to his exclusion. Our shared white privilege meant that our conversation mattered in terms of the decision as to whether Lawrence would ultimately be part of the community. Our whiteness defined the community, although neither the man nor I articulated that fact or were even necessarily aware of it. That we were both white gave us more than something in common; it gave us the definitive common ground that transcended our own differences and gave shape to us as a group with power to define who else would be included in the circle of the academy.
Within this community of whiteness, the academy replicates itself as a predominately white institution serving predominately white interests. This replication impacts how students study law, and it further reproduces itself as they enter the legal profession. Legal educators must name and talk about whiteness to identify this cycle and move toward more inclusive practices.
Developing an ability to talk in the classroom and in the institution about race and the whiteness that is part of race necessarily begins with faculty studying the issue for ourselves, in our own lives. That work invokes a commitment to a lifetime of learning; teachers cannot talk with a class about these issues without first thinking about them or discussing them in our own circle of peers. 
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A. From Talking About Race to Teaching About Whiteness
Talking to white students about whiteness often involves teaching about race more generally. White students may have assumptions that are common to and a result of white privilege. White students may think that they do not have a race or that racial issues do not matter in their own lives. Many white law students do not recognize white racial privilege. Some may even believe that they are not privileged because they lack economic privilege or failed to gain admission to an elite college or university.
In proposing to discuss race in the law school classroom, this Article makes the following assumptions. A racial hierarchy does exist in the contemporary United States that privileges whiteness. Whiteness defines the institutional norm in most law schools. 9 8 Race enters the room when each of us steps into the classroom, but it enters in a different way for the white teacher and for the teacher of color. When a white teacher enters the classroom, white students see him or her as a professor and for the most part do not see race. 99 Race enters the room with each student as well as with the professor.
Again, because of the racial hierarchy that privileges whiteness, students of color and white students remain situated differently with respect to discussions of race and whiteness. Racial balance in the classroom impacts the discussion as well. A discussion with thirty white students and one student of color would be very different from a discussion with fifteen students of color and fifteen white students. RIGHTS 80-97 (1991) REV. 1511 REV. , 1518 REV. n.18 (1991 .
OF RACE AND
98. But compare the mission statement for Howard University School of Law urging engagement in solving "problems that are of particular concern to minority groups." Howard University, Mission Statement, http://www.law.howard.edu/774 (last visited Jan. 23, 2008) .
99. But compare discussion by the late Jerome Culp, an African American law professor, who describes his first day class experience, infra notes 120-23 and accompanying text. Culp's students did not need reminding of the presence of race, which visibly entered the room with him.
The racial diversity of a particular classroom may impact the level of racial awareness as well as the potential for deep conversation about racial justice.
Even when racial awareness exists in the classroom, students and professors are often reluctant to talk about race. 1 00 White participants may particularly fear making a racist statement or otherwise showing racial ignorance. Faculty of all races fear causing emotional damage to students of color who may not wish the added attention that a discussion of race may bring to their presence. Any discussion of race, particularly when instituted by a white professor, highlights the presence of students of color in the room. Yet, presumably, students of color attend class for their own legal education and not as fodder for white students to learn about race. Regina Austin urged participants at an American Association of Law Schools Plenary Session to make certain that students of color were learning needed material for their own educations and not serving as the teachers in the class, especially on matters of race.' 0 1 A professorial interest in talking about race and whiteness must not impair the educational experience for students of color. 2 A professor may also fear emotional damage to white students. 1 3 If a discussion suggests a student's racism, a professor may be unsure about how to handle the backlash from the conversation. Any conversation about race that does not occur in a class on race and the law also runs the risk of criticism from students for being "off 101. Regina Austin, Speech at the Plenary Session of the American Association of Law Schools (Jan. 6, 1990) (transcript on file with the North Carolina Law Review).
102. Race is central to legal education, yet legal educators must avoid using non-white students as teaching tools. Some might find this assertion confusing when contrasted with a white student's perception that she attends law school for her own legal education and not to be racially "sensitized." However, these ideas are not parallel. No student should be required to be the object of learning unless all students are. In contrast, students who feel that classroom time spent on race detracts from the study of legal rules fail to recognize the importance for practicing attorneys of cultural competence and attention to injustice. subject." Professors of color who raise racial justice issues may be especially susceptible to criticism that "all they talk about is race." Given these risks and doubts, it is no wonder that many are reluctant to engage the topic of race or whiteness in the law school classroom. Kevin Johnson cautions: "A teacher must be careful to avoid missteps in the classroom. Issues of race, gender, and class touch on individual and group identities as well as on powerful experiences in the students' lives."'"' As noted, race is present in the classroom before any classroom discussion occurs. Race is not only present when students and professors enter the room, but also pervades the law school building and its history, often evidenced by pictures hanging on the wall or names engraved on the edifice. Racial justice and whiteness must be analyzed as part of legal education because of their central influence on life in the United States, its legal system, and the practice of law. 1 05
In the face of these obstacles, it becomes important to establish a context for any discussion about race and whiteness, both in the classroom and within the institution. Individual teachers can try to shape their own classroom environment as appropriate for the class subject matter. But faculties and administrators in legal education have an obligation to consider methods to enable these conversations within their institutions. Rather than waiting for a racial justice crisis, such as hate speech directed at students of color 1 0 6 or a campus theme party that insults a racial group, 0 7 law schools should ensure that 104. Kevin R. Johnson, Integrating Racial Justice into the Civil Procedure Survey Course, 54 J. LEGAL EDUC. 242, 245 (2004) .
105. See, e.g., id. "Analysis of civil rights and racial justice issues is important to legal education generally because those issues are central to a full understanding of U.S. social life." Id. at 243. "[lIt is not easy to ignore the fundamental truth that race, class, and gender influence the judicial system in the United States." Id. 
B. Toward Color Insight: Fostering Institutional Settings for Talking About Race and Whiteness
The societal notion of colorblindness remains a dominant social value in the landscape of racial dialogue. By having any conversation about race, or about whiteness in particular, the professor works against that dominant value. Colorblindness, however, maintains the status quo of white privilege." 8 Given that status quo, establishing institutions and classrooms in which these conversations can occur productively is critical.
In many law schools, students of color form student groups based on identity categories. Administrators often call upon these groups and faculty of color when a racial crisis occurs within the institution." 9 Many schools also have diversity or minority affairs committees that include white faculty. Increasingly, law schools have social justice centers that can provide a locus for the coalition work necessary to bring groups together across racial difference to engender conversations. 10 Institutional programming about racial justice, outside of the classroom, provides a sustained forum for discussion. Such programming might involve a film series. Film provides a common 108 . See supra notes 37-69 and accompanying text. Although white supremacy differs from white privilege, the perpetuation of white privilege, even by inaction, maintains a racial power imbalance.
109 REV. 1222 REV. , 1226 REV. -27 (1991 (offering reasons for people of color, hired essentially to serve as role models, to be wary of jobs as law faculty members). Delgado writes that the job expectation includes service above and beyond the call of duty: "Of course Tanya will agree to serve as our faculty advisor, give this speech, serve on that panel, or agree to do us X, Y, or Z favor, probably unpaid and on short notice. What is her purpose if not to serve us?" Id. at 1227. Furthermore: "If you are a role model, are you expected to do the same things your white counterpart does, in addition to counseling and helping out the community of color whenever something comes up?" Id. Delgado observes: "Most professors of color of my acquaintance do an inordinate amount of counseling, recruiting, and speaking on behalf of minority causes." Id. at 1227 n.28; see also Roy L. Brooks, Life After Tenure: Can Minority Law Professors Avoid the Clyde Ferguson Syndrome?, 20 U.S.F. L. REV. 419, 419-20 (1986) Professor Crenshaw writes of the "anger and frustration" of students of color in law school classrooms. 112. Margalynne assigns students in her Race and the Law seminar to see films involving race with a person of another race. Students then discuss their reactions and present their observations to the class. This assignment deepens not only racial analysis, but also friendship within the class.
113. The Center for Social Justice and Public Service at Santa Clara University School of Law offers "Social Justice Thursdays." This discussion series enriches the first-year curriculum by providing first-year law students with a forum in which to discuss public interest/social justice issues of all kinds, alternative perspectives on legal education, and first-year subject areas. The fall series emphasizes issues of race, ethnicity, gender, and poverty. The spring series focuses on the role of lawyers working with communities. See Social Justice Thursdays, http://www.scu.edu/law/socialjustice/social-justice-thursdays.cfm (last visited Feb. 28, 2008) REV. L. & WOMEN'S STUD. 33 (1994) In many instances, minority students' values, beliefs, and experiences clash not only with those of their classmates but also with those of their professors. Yet because of the dominant view in academe that legal analysis can be taught without directly addressing conflicts of individual values, experiences, and world views, these conflicts seldom, if ever, reach the surface of the classroom discussion. Dominant beliefs in the objectivity of legal discourse serve to suppress the conflict by discounting the relevance of any particular perspective in legal analysis and by positing an analytical stance that has no specific cultural, political, or class characteristics.
8
Professor Crenshaw calls this dominant mode "perspectivelessness." 9 This theoretically neutral lack of perspective perfectly diverts students from examining how whiteness informs perspectivelessness. Under this view, issues of race are off limits because they pollute objectivity. White interests, served by white creators of legal analysis, can never be unmasked. Critiquing the notion of perspectivelessness is crucial in talking with white students, who often do not believe they have a racialized perspective.
Once the notion of perspectives becomes visible, the discussion can proceed with questions like: Do you agree with Professor Crenshaw that legal analysis incorrectly assumes perspectivelessness? Did your own racial perspective affect how you read Professor Crenshaw's article?
If so, how? Have you experienced perspectivelessness in your own classes or are your classes employing a range of perspectives? Do you feel as if you need to master a particular perspective to succeed in law school? If there is a particular perspective, do you think that it serves principles of social justice?
Jerome Culp, who was an African American law professor at Duke, described his own experience of realizing that the question posed by his students every year, "Where did you attend law school?" was really a way of inquiring, "What qualifies you to teach me?"'°H e had not realized the question's unstated meaning until a white Culp explained that he wanted to say "to [his] black students that they too can engage in the struggle to reach a position of power and influence, and to [his] white students that black people have to struggle.' 2 4 Yet Culp found that the reaction, from students of both races, was often disbelief.
Culp explained that his use of autobiography conveyed more than an effort to put his students at ease about his qualifications. He wrote that saying, "I am the son of a poor coal miner": has informational content that has a transformative potential much greater than my curriculum vitae. Who we are matters as much as what we are and what we think. It is important to teach our students that there is a "me" in the law, as well as specific rules that are animated by our experiences.' 25 Coupled with Crenshaw's exposition of perspectivelessness, Culp's view of the importance of the "Me" in law and his memorable message about where he came from gives students permission to consider their own journey to law school, aspirations, and the relationship of race to those aspirations. Fruitful discussion springs from questions like: Why do you suppose that writers of color and white women might feel the need to be self-consciously autobiographical or use the "Me" as Professor Culp calls it?' 26 Have you had occasion to use the "Me" in your education prior to law school? Was its use encouraged or discouraged? What are the advantages of the autobiographical approach to writing, teaching, or being a student? Does it have any dangers or risks? What do you believe is the ideal relationship between the legal and the personal? Do you agree with Professor Culp that the personal is also legal?
A regular institutionalized forum within the law school like Social Justice Thursdays, 2 7 where people can talk about racial justice Reading and discussing Crenshaw and Culp can help students to become aware of their environment and perhaps to consider the legal and social implications of diversity's absence in the historical portraits that decorate most law schools. An introduction to writings about perspectivelessness and autobiography cannot be a panacea, or even a recipe, for raising whiteness issues within an institution. However, this step can be used to foster conversation about thought processes and to make classrooms more race-conscious, leading toward color insight.
C. Toward Color Insight. Providing a Context for Talking About Race and Whiteness Within a Particular Classroom
Setting a context for talking about race and whiteness will depend both on the subject area and the size of the class, whether a large section, Socratic-style classroom or a more intimate seminar environment. A growing literature makes suggestions for ensuring that discussions of racial justice issues occur within Socratic-style, required courses. REV. 903, 907 (1997) (reflecting on teaching intended to serve the "practice of freedom"); Celestial S.D. Cassman & Lisa R. Pruitt, A Kinder, Gentler Law School? Race, Ethnicity, Gender, and Legal Education at King Hall, 38 U.C. DAVIS L. REV. 1209 REV. , 1217 REV. (2005 general and whiteness in particular. 30 This section considers both types of classes in turn.
Large Section, Socratic-Style Classrooms
Race is not a major theme in many large section courses, such as contracts or property, as they are conventionally taught.' Similarly, in torts, race per se is not a major issue. Race is implicated in areas like damages awarded for injury, but the classic texts assume the racelessness of the subject. 1 3 2 Creating common ground for discussion, through the mechanism of assigned reading, is one avenue that facilitates discussion of race and whiteness.
I [Stephanie] decided to inject a series of seven sessions, every other week throughout the term, on theoretical perspectives on tort law.' 33 The use of perspectives not only allowed the explicit introduction of critical race theory into the classroom, but it also enabled utilization of other, better known perspectives, situating critical race theory as an equal to them. Perspectives included pragmatism, critical race theory, law and economics, feminist theory, critical legal theory, process theory, and the practical aspects of lawyering. REV. 463, 503 (1998) (noting that the typical law school curriculum on torts does not examine structures of privilege).
133 REV. 323, 323-24 (1992 With this introduction, the students are ready for the Crenshaw and Culp readings"' that introduce critical race theory. The Crenshaw article provides a point of reference for later conversations engaging the questions, "Do you have a perspective in making that argument that you are assuming as a universal? Does everyone agree it is universal?"
The Crenshaw and Culp articles provide a vocabulary for later discussion, and they make race "officially" visible in the classroom. Notice, although none of these articles is about torts, 14 ' they enrich the teaching of torts and the discussions that are possible to conduct in class. The common texts permit reference to a white perspective (through Crenshaw) or a white situatedness in decisionmaking (through Wells) that would not be possible without the background vocabulary provided by the common reading.
Constitutional law classes also provide often unused opportunities to introduce discussions about race. Students perceive the white supremacy embedded in the Constitution, but addressed by the Thirteenth, Fourteenth, and Fifteenth Amendments, as merely historical. This view that the issue of privileging whiteness has been solved eliminates a sense of urgency for examination of the contemporary applications of white privilege that might implicate the students and faculty themselves.
Recently I [Margalynne] have become more conscientious about noticing when issues of race and whiteness arise in my constitutional law course and less self-conscious about using these issues to present a more complex understanding of substantive legal issues. For example, while teaching about the historical context of Marbury v. These examples can easily focus on whiteness because race is present but people of color are not party to the disputes. Black slaves were excluded from the electorate but served the political interests of white southerners in 1800. The movement of free Blacks was of utmost concern to prominent Whites who wanted to limit the federal commerce power, but the actual subject of the Gibbons litigation was steamboat licensing. 48 White interests were clearly the racial component of these cases rather than the rights of non-white litigants. Looking at cases with color insight rather than colorblindness provides a new dimension for the students as well as for the professor.
The Seminar Class
The small seminar-type setting offers its own challenges for teaching about whiteness. Seminar students have often selected the class because of an interest in the subject area, and the small size permits deeper exploration of issues. Yet the smaller size also increases the potential for students to feel singled out or picked on by other students. The professor can set a tone on the first day by setting some ground rules to ensure a safe space for discussion. 144. See id. at 2 ("Though Jefferson admittedly received eight more votes than Adams in the Electoral College, at least twelve of his votes were not based on the citizenry that could express its will but on the blacks owned by southern masters.").
145 149. Ground rules can be as simple as acknowledging that students will disagree; that indeed it would be surprising if they did not disagree, particularly about race, because of differing perspectives. But the class will benefit from the ability to listen with respect and to voice those disagreements in a respectful manner.
HeinOnline --86 N.C. L. Rev. 669 [2007] [2008] These volatile issues are difficult to discuss in public space. Yet all benefit from the effort, and the classroom provides space for respectful disagreement.
Creating some common ground in student experience helps any classroom conversation. Again, assigned reading provides key common context. In seminars that focus on race, both authors have prefaced discussions of whiteness with an examination of Fran Ansley's power line analysis. 15° Ansley asks the audience to imagine a line dividing dominant characteristics and behaviors from those less favored. The power line for identity categories such as race, gender, and sexual orientation divides those attributes that society privileges from those it does not. 1 ' Privileged attributes stand above the line and subordinated attributes lie below it.' 52 The line marks a "reality of privilege and subordination."' 53 In addition to readings, the authors have found that two color insight exercises provide context and engender fruitful discussion:
Color Insight Exercise One (Thinking About Race) 5 4 : What is your Race? How do you know? What is your first memory of race?
Color Insight Exercise Two (Observation Project): Notice the racial composition of your environment for a twenty-four hour period and record your observations. What are the apparent races of the people you view? Note their jobs and/or the activities in which they are engaged. Note the kinds of interactions you observe and your position. Are you privileged in the interaction? Where are you in relation to Professor Fran Ansley's "power line"? Make sure that you are in several different localities during the day (not just at home or the law library, although time spent in these places is pertinent). Conclude by sharing your reactions about that which you have observed. 
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An example of such an exercise:
Several weeks ago, I [Stephanie] found myself stranded at Dulles airport with a cancelled flight and eight hours until I could depart. So I used some of the privileges I have to walk into one of those red carpet lounges, purchase a day pass, and settle in to work. In the eight hours I spent, I found that all the airline employees who worked at computers and talked with clientele were white; all the clientele, with the exception of one African American man (based on just my looking) were white; the bartender was white; and all the service employees, who put out food, cleaned it up, and cleaned the bathrooms were people of color. I exercised my white privilege by my silence, just doing my work. When I got on the airplane, the fasten seatbelt sign had white hands. The day after I came home, I went to the gym (mostly white), where a young man, probably high school age, was working out in a T-shirt with a collegiate Indian mascot 55 on it. I didn't know the young man, and I said nothing. Students share their reflections with the class, deepening their own understanding of the issues and of each other, building a classroom atmosphere to foster further conversation.
Seminars, Socratic-style classrooms, and law schools as institutions all provide rich opportunities for exploring whiteness. Legal educators need to ensure that students do not encounter race only by happenstance or believe race only affects people of color. Rather, students should graduate and become lawyers prepared to face the racial justice issues that pervade daily life in the United States.
CONCLUSION
The norm of whiteness continues to permeate U.S. society. It regenerates through the common tendency of Whites not to think about whiteness.' 5 6 It manifests as white privilege. The invisible knapsack articulated by Peggy McIntosh provides an easily understandable metaphor for that privilege. 157 McIntosh explains that white privilege can be likened to "an invisible package of unearned assets."" 15 The holder of this package remains oblivious to its presence yet can reliably depend on its contents. McIntosh continues: "White privilege is like an invisible weightless knapsack of special provisions, assurances, tools, maps, guides, codebooks, passports, visas, clothes, compass, emergency gear, and blank checks." ' 159 White privilege both benefits individuals and maintains systemic subordination of non-Whites. The rhetoric of colorblindness sustains this status quo by averting focus from racial injustice.
Color insight should displace colorblindness in order to move this diverse nation closer to the democratic ideal of "liberty and justice for all." Law and the legal profession should work together with communities seeking social justice. Legal educators share a responsibility for educating to develop color insight by teaching race and teaching the whiteness within race in law schools and in the law school classroom.
Teaching about whiteness by making whiteness visible embodies John Calmore's work. He described "a white social identity that presents itself as abstract individualism while masking its support from systems of dominance."' 6° Thus, teaching about race in this nation's law schools without examining whiteness does not go far enough to challenge white authority. The legal academy must name whiteness and make certain that how it teaches about race does not further obscure the role that whiteness plays within law. Teaching whiteness honors the work begun by John Calmore while moving the legal system toward color insight.
